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A critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or a group of learners, based on an observed critical incident.

Introduction
The aim of this assignment is to critically evaluate an observed incident within a school environment. During the time spent at my placement school, I will be provided with a number of opportunities to identify a critical incident by undertaking observational research on either an individual learner or a group of learners within the classroom context. According to Tripp (2012), critical incidents are not at all dramatic or obvious and are mostly straightforward accounts of commonplace events that occur in routine professional practice. Joshi (2018) supports this by suggesting that a critical incident is an unplanned event which occurs within the classroom. However, contrary to Tripp, Joshi (2018) believes that a critical incident is something we interpret as a challenge or problem in a particular context, rather than a routine occurrence. In contrast, Tripp (2012, p.25) argues that “incidents appear to be ‘typical’ rather than ‘critical’ at first sight, but are rendered critical through analysis.’ According to Brookfield (1998) critical incidents provide practitioners with opportunities for reflection, by allowing them to stand outside of their practice and observe what they do from a wider perspective. This is underpinned by Tripp (2012, p.41), who claims that “it is through rendering critical the incidents of normal everyday events that much personal-professional development can occur.” Tripp (2012) also believed that in order to keep teaching routines successful, we must constantly challenge and monitor them. Therefore, following the critical analysis of my observed incident, I will reflect and identify a number of appropriate next steps to inform my future practice.
Observation
1. School & Class Context
For the purpose of this assignment, I will refer to the school in which I undertook my observations as ‘School X’. My reasoning behind this is to comply with the BERA ethical guidelines for educational research. BERA (2018, p.21) states “researchers should recognise the entitlement of both institutions and individual participants to privacy, and should accord them with their rights to confidentiality and anonymity.” School X is a community primary school situated in Rhondda Cynon Taff. At present there are approximately 400 pupils on roll between the ages of 3 and 11. School X is organised into 13 single-age classes and has one mixed-age class. The average percentage of pupils eligible for free school meals is approximately 10%. This figure is much lower than the all-Wales average of around 19%. The school has identified that around 11% of pupils have additional learning needs which again, is well below the national average of 21%. School X has very few pupils which have statements of special educational needs. No pupils in attendance speak Welsh at home, and a very few pupils speak English as an additional language (Estyn, 2018). The observational research for this assignment was undertaken within a Year 1 class, which is made up of 24 children, with the number of boys largely outweighing the number of girls. The class has a female teacher and one female member of support staff. 



2. Methodology
In order to critically evaluate an incident, one has to be observed within a school environment. Kumar (2014) suggests that when you are more interested in the behaviour of individuals, the interaction of a group and the functions performed by a worker, than in the perceptions of individuals, observation is the best approach for collecting the required information. Therefore, my chosen method for gathering the data needed to inform my critical incidents (see appendices) is observations. According to Cohen, Manion and Morrison (2011) observation is a widely used means of data collection and takes many forms. It is said to be more than just looking, it is systematically noting people, events and behaviours. 
When conducting observational research, the researcher must become one of two types of participants. Non-participant observation is when the individual conducting the research refrains from becoming involved, but remains as a passive observer, watching and listening to what they are observing and drawing conclusions from this (Kumar, 2014). Hennink, Hutter and Bailey (2020) believe this approach allows you to gain good insight into the activities observed as you are able to sit at a distance, gaining a broader view of what it is you are observing and are able to listen and take notes more freely when doing so. Alternatively, participant observation involves the researcher actively participating “in the activities of the group being observed, with or without their knowing that they are being observed” (Kumar, 2014, p. 173). I will conduct non-participant observations as this will allow me to sit at a vantage point in the classroom, observe and take notes of any incidents I may see, and is therefore the most appropriate method to use. 
When undertaking observations, it is important to consider the method of data collection. Punch and Oancea (2014) describe structured approaches as qualitative in nature and suggest that a detailed pre-developed observation schedule is used. Alternatively, unstructured observations allow for open-ended data collection and do not use predetermined categories (Punch and Oancea, 2014). To ensure I collect the data needed to inform my critical incidents, it will be most appropriate for me to follow the structured framework developed by Fletcher-Wood (2016), examples of which can be found in the appendices. 
The methodology will take the form of a case study. Newby (2010) defines this as a detailed analysis of an event that is chosen either because it is typical, unusual, because something worked well or alternatively, because there was a problem. Vanderstoep and Johnston (2009) add that a case study can be focused on one event, called a critical incident. Nisbet and Watt (1984) believe that case studies are not easily open to cross checking and can therefore be selective. They are also prone to problems of observer bias. Crowe et al. (2011, p. 7) highlight that “case study research has sometimes been criticised for lacking scientific rigour and providing little basis for generalisation”. This is reinforced by Noor (2008) who argues case studies can lack reliability, scientific rigour and do not address the issues of generalizability. In contrast, Noor (2008) also argues that case studies enable the researcher to gain a holistic view of a certain phenomenon. Bell and Waters (2014) support this view stating that case studies “provide an opportunity for one aspect of a problem to be studied in some depth.” Case studies also involve looking at a case or phenomenon in real-life context (Robson, 2002) and can be easily understood by a wide audience (Nisbet and Watts, 1984). 
3. Critical Incident Linked to Donaldson’s Four Purposes
The critical incident I identified occurred whilst the children were sat on the classroom carpet (see appendix 2). The children had just completed a mathematics problem on individual whiteboards. The class teacher clearly instructed the children to replace the lids on their pens and return them along with the whiteboards to the table they had collected them from. The children were sent to do this row by row. When all the children had returned to the carpet, it became clear that there was one child (Child A), still sat on the carpet holding his whiteboard and pen, when all the other children had returned theirs. The class teacher became aware of this and said to the children ‘If you have put your board and pen away, put your hand up.’ Every child, except Child A, raised their hand. Child A appeared to be oblivious to this situation. The teacher then rephrased and said ‘Ok, if you haven’t put your board and pen away, put your hand up’. Child A remained seated on the carpet, without raising his hand and still seemed unaware that the class teacher was in fact addressing him. The expression upon Child A’s face appeared vacant and he then began moving the fingers of one hand whilst staring at them intently. Another child pointed and shouted ‘Miss, Child A still has his board!’. The teacher then looked directly at Child A, raised her voice and said ‘If you have not put your board away, stand up!’. At this point the teacher had Child A’s attention and made gestures with her hands for him to stand repeating the previous statement. Child A looked around and suddenly realised that the class teacher was talking to him. He then stood and slowly walked to the table where he placed the board. Upon returning to the carpet the Teaching Assistant (TA) noticed Child A still had the pen and said ‘And the pen!’ He gave the TA the pen and returned to the carpet. The teacher said to the TA ‘Something is not right here, I need to start making some notes’. This incident links to the ‘ambitious, capable learners’ purpose of the Curriculum for Wales, as Child A had trouble communicating effectively and did not understand that the teacher was addressing him. It took the teacher several attempts for Child A to realise that it was in fact him she was talking to and even then he struggled to follow the instructions given. Child A also appeared to have issues with engagement and concentration, this could in turn affect his ability to achieve the status of an ‘ambitious, capable learner’, as it could impact his capacity to build up knowledge and skills. (Donaldson, 2015). Later in the day, Child A expressed to the teacher that he was feeling ‘tired again’ and when asked if getting enough sleep he shrugged his shoulders and walked away. This relates to the ‘healthy, confident individuals’ purpose of the Curriculum for Wales as Child A has expressed how he felt to the teacher, who provided him with the information that more sleep may support him to feel well. Child A may now feel supported to make measured decisions about his lifestyle to feel less tired and ready to learn in class. This also lends itself to ‘ethical, informed citizens’, as Child A may now understand and consider the impact of his actions when making choices (Donaldson, 2015).
Literature Review
Through analysis of the critical incident, I have identified a number of areas for potential research. However, in this literature review I will focus my research on identifying Additional Learning Needs (ALN) in mainstream schools and the possible support available to meet the needs of children like Child A.
In January 2018, the Additional Learning Needs and Educational Tribunal Act was passed in Wales. As the name of the act suggests, the term ‘Special Educational Needs’ (SEN) was to be replaced by ‘Additional Learning Needs’ (SNAP Cymru, 2020). As a result of this change, when reviewing literature, it is important to recognise that although some authors may refer to SEN, this information will still be applicable for ALN, despite a difference in the terminology used. 
The Welsh Government (2019a, p.2) state that “A learner has ALN if he or she has a learning difficulty or disability which calls for additional learning provision (ALP).” This includes having a significantly greater difficulty in learning when compared to peers of the same age. This reinforces the now somewhat outdated opinion of Tassoni (2003), who also believes that SEN is an all-encompassing term used to describe children who require extra support due to having a significantly greater difficulty in learning when compared to the majority of children the same age. Thompson (2010) adds that if a child has significantly greater difficulty than most children their age with schoolwork, communication or behaviour, they have an ALN. Child A does not have a diagnosis of ALN, however, throughout the critical incident observed, he appeared to be experiencing difficulties with communication, behaviour, engagement and concentration when compared to the peers in his class. These difficulties were also confirmed through conversation with the classroom teacher.
According to Tassoni (2003) the early identification of children who may have ALN and need extra support is very important. This is reinforced in more recent literature written by Crutchley (2018), who suggests that timely and appropriate intervention to support children with ALN proves to be the most effective approach in ensuring that children's needs are met and that provision is appropriate to their development and learning. Practitioners play an important role in the early identification of possible ALN as it is usually those who raise the initial concerns about the child and provide valuable information which may lead to a diagnostic assessment (Wall, 2010). Kutscher (2014) somewhat agrees with this stance, but adds that parents and teachers alike notice the ‘problem’. Parents and caregivers may not know what the ‘problem’ is, but are the main caregivers and are therefore usually the first to diagnose that there is a ‘problem’. Kutscher (2014) also believes that no child is diagnosed with ALN on the basis of one piece of information. It is over time that multiple observers all become increasingly aware that there is some ‘problem’. Mathieson (2007) underpins this when stating that practitioners who work in partnership with parents alongside carrying out observation and assessment procedures achieve the most effective method of early identification of ALN and supporting children's needs.  
In Wales, it is the role of the education setting to decide whether a child has ALN, unless specific circumstances apply (Welsh Government, 2018a). This is conflicting with Tassoni (2003) who claims that although it is important to observe and consider the needs of particular children, it is essential that practitioners understand that their role is not to ‘diagnose’. It is instead the role of professionals such as educational psychologists to do this. When considering if a child’s difficulty in learning may be an ALN, schools and local authorities should set an appropriate timescale for monitoring the learner’s progress, whilst bearing in mind the importance of early intervention (Welsh Government, 2018a). Westwood (2011) claims that children with ALN are often not identified early enough in school and are simply considered to be immature, lazy or unmotivated. Hallahan, Kauffman and Pullen (2009) support this and argue that unless provided with early intervention and effective teaching, children with ALN can develop serious social and emotional problems and exhibit major behavioural issues. It may become apparent to a practitioner that that there are particular difficulties which may affect a child’s ability to learn or access education such as, deficiencies in working memory, delays in language functioning, impaired social interaction or communication, a marked or persistent inability to concentrate and difficulties in establishing and maintaining balanced relationships with their fellow pupils (Welsh Government, 2018a). Through analysis of my critical incident and conversation with the class teacher it was clear that Child A was experiencing some of these difficulties. After the incident had occurred, the teacher offered me background information regarding Child A (see appendix 1 and 2). This included the fact that since returning to school, Child A appeared to be experiencing difficulty when following instructions, was unable to stay focused during lessons, often played alone and struggled to communicate effectively with others.
Wall (2011) argues that for children who are experiencing difficulties, practitioners should strive towards early identification, diagnosis of specific difficulties and the introduction of appropriate intervention strategies. Without prior observation and assessment of the current situation, none of these can take place. The Welsh Government (2018a) support this and believe that identifying whether a child may have ALN and what those ALN are needs to be based on evidence. This evidence may come from both practitioners and parents and can come in many forms such as, standardised screening or assessment tools/frameworks, observational data, quality of the child’s work and developmental checklists. 
When it has been established that a child may have ALN, practitioners involved must develop ALP and work alongside the schools ALNCo who can provide expertise and determine further advice and input that may be required from specialist professionals to meet the child’s needs (Welsh Government, 2018a). Crutchley (2018) also highlights the importance of the ALNCo role, adding that their responsibilities include coordinating provision for children with ALN, liaising with and advising fellow teachers and parents and overseeing the day-to-day operation of the schools ALN policy. 
In order to support the needs of children with an identified ALN from September 2020, an Individual Development Plan must be prepared by the school or the Local Authority (LA) (Welsh Government, 2018b). This new statutory plan replaces existing support plans and outlines a description of a child’s ALN and the ALP called for by their learning difficulty or disability (Welsh Government, 2019a). SNAP Cymru (2014) states that the IDP will be a single plan with a common format which will be developed through the use of a person centred planning approach. All IDP’s are to include an action plan, plus the evidence for the actions. Despite IDP’s replacing Individual Educational Plans (IEP’s) their aims are similar. Goldthorpe (2001) argues that a child needs awareness of the content in the IEP, in order to be able to participate in the strategies being suggested. A child who is unaware of their targets and whose perceived needs are being overlooked are in danger of becoming disengaged and isolated both socially and from the curriculum. 
According to Martin and Alborz (2014) TA’s play a vital role in the education of children with ALN. This is reinforced by Radford et al. (2014) who state that support for children with ALN in inclusive classrooms, continues to be provided by TA’s. Conversely, Troeva (2015) believes that the work of TA’s in supporting the needs of children with ALN can be ineffective due to a lack of preparation and organisation from both teachers and TA’s, limited cooperation between teachers and TA’s and the inefficient deployment of TA’s within the classroom/school. McLachlan and Davis (2013) underpin this by stating that TA’s are often poorly equipped to deal with their roles in inclusive educational settings. The way in which TA’s are used and funded will greatly influence the success of inclusive practices. It is imperative that TA’s and teachers work together to plan in a coordinated manner to ensure consistency for the child (Wall, 2011). Radford et al. (2014) also argue that TA’s require an understanding of the importance of the theory of scaffolding which has its origins in the sociocultural theory of Vygotsky. Vygotsky likened the child to an apprentice, acquiring knowledge and skills through interaction with those who already possess that knowledge and those skills. He believed that through social interactions with those around us that children slowly move to becoming self-sufficient, independent learners and develop their intellectual capabilities. This is contrary to the theory of Piaget, who viewed children's cognitive development as an individual endeavour (Doherty and Hughes, 2014). In order to be effective, social exchanges must lie within the child’s ‘Zone of Proximal Development’, which is the distance between what they can accomplish alone, as opposed to what they can accomplish with the support of a more capable other, such as a TA (Vygotsky, 1978). Within the critical incident and through conversation with the teacher it became clear that Child A struggled to follow instructions or complete a task without the support of an adult and therefore the support of a TA could be extremely beneficial. 
In order to encourage engagement, understanding, increased learning potential and independence in children like Child A, a number of measures can be implemented alongside the support of a TA. Wall (2011) suggests that routines should be kept the same every day to ensure consistency for the child. Visual timetables which may use photographs or simple pictures attached to a board or display can be implemented. When each task is completed the child can remove it from the board and place it into a finished box. This is a strategy which allows the child to know what is coming next in their routine. Westwood (2011) supports this and believes that teaching sessions should be implemented according to a predictable schedule. According to Zager (2010, p.314) “planned peer play experiences under structured supervision can foster the development of communication and socialisation.” Wall (2010) underpins this and also suggests that to develop children's social communication skills practitioners must encourage eye contact, use the child’s name to ensure you have their attention, use simple language and link objects to actions to support understanding. 
Reflection/Evaluation & Next Steps 
Brookfield (1998, p. 197) states that “critically reflective practice is a process of inquiry involving practitioners in trying to discover, and research, the assumptions that frame how they work.” According to Tripp (2012) the analysis of critical incidents allows teachers to improve their professional judgement. Shandomo (2010) agrees with this and believes that through the process of critical reflection, adults are able to interpret and create new knowledge and actions through their experiences. Critical reflection blends learning through experiences with theoretical and technical learning to form new knowledge constructions, behaviours or insights. Brookfield (1998) proposes that critically reflective practitioners research assumptions by seeing practice through four complementary lenses. 
The first lens I will use to reflect on the practice I observed during the critical incident, is the ‘Our Autobiography as a Learner of Practice’ Lens. This lens represents one of the most important sources of insight into practice to which we have access as recalling emotionally charged dimensions of our autobiographies as learners helps us to understand why we gravitate towards certain ways of doing things and why we avoid certain others (Brookfield, 1998). Through analysis of the critical incident (see appendix 2), it appeared that Child A had issues with concentration and engagement whilst sat on the carpet. This was demonstrated through his lack of ability to follow the simple instructions that the classroom teacher had provided to put his whiteboard and pen away. This became further apparent when Child A was the only child who remained sat on the carpet, despite the children around him being sent row by row to put their whiteboard and pen away and all following the instructions given. Whilst the other children were putting their whiteboards and pens away, Child A continued to sit on the carpet seemingly unaware of what his peers were doing, this was whilst he stared at his hand and appeared mesmerised by his fingers moving them one by one. It appeared that Child A may have difficulties with social interaction and communication when the teacher attempted and failed to get his attention several times. This was also apparent when Child A was unaware that another pupil was informing the teacher that he had not followed her instructions. From past experiences of working with children who have a diagnosis of Autistic Spectrum Disorder (ASD), I have witnessed children repeating movements such as hand flapping and needing extra time to process information such as instructions (National Autistic Society, 2020). Children with ASD can also appear withdrawn and uninterested in the world around them (Wall, 2010), which Child A appeared to be. 
The second lens I will use to reflect on the practice observed during the critical incident, is the ‘Theoretical Literature’ Lens. This lens can provide multiple perspectives on familiar situations and help us realise that was we thought were signs of personal failings can actually be interpreted as the inevitable consequence of certain economic, social and political processes (Brookfield, 1998). Analysis of the critical incident influenced my research on how a practitioner may identify ALN’s in mainstream settings and ways to support children with an ALN. The review of literature highlighted the importance of early identification of children who may have and ALN (Tassoni, 2003) and emphasised that it is the role of parents and practitioners alike to do this (Kutscher, 2014). Through the review of literature it became apparent that observation and assessment procedures (Mathieson, 2007) alongside the use of standardised screening, assessment tools/frameworks, observational data, quality of the child’s work and developmental checklists ensure the most effective method of early identification of ALN (Welsh Government, 2018a). 
Upon reflection of my critical incident, I have identified a number of next steps to inform my future practice. If I were to recognise a child similar to Child A in my own classroom, I would continue to document observations and use the strategies suggested by the Welsh Government. I would then arrange a meeting with the schools ALNCo, who could provide expertise and determine further advice and input that may be required from specialist professionals to meet the child’s needs (Welsh Government, 2018a).  To ensure the ALN of a child are supported and met, I would be required to devise an IDP. Also, if a TA was assigned to my classroom, I would deploy them effectively to support and scaffold the learning and development of the children who need it most. Lastly, I would ensure that I assess the individual ALN of the children and adopt suitable strategies to support them such as, the use of visual timetables, eye contact, simple and clear instructions. 
Conclusion
To conclude, the aim of this assignment was to critically analyse an observed incident within a school environment and to identify the next teaching and learning steps I would take in order to inform my future practice. The methodology used took the form of a case study, whereby I undertook non-participant, structured observations within a Year 1 classroom. This method of observation was particularly successful, as being able to sit at a vantage point within the classroom and follow a structured document to inform my observations allowed me to successfully identify four critical incidents, one of which informed the research for this particular assignment. Analysis of the critical incident allowed me to identify two areas for research within my literature review. Reflection upon the research and the critical incident combined, allowed me to identify the next steps I would take in future practice, should I encounter a child in my own class with possible ALN. As previously discussed within this assignment, the role of the reflective practitioner in Wales is to observe incidents, reflect and identify ways to improve practice and is crucial in the drive towards improving standards. The process of reflection throughout this assignment has allowed me to develop the standard for ‘professional learning’, by extending my knowledge and understanding around identifying ALN within a mainstream setting and supporting the needs of children with ALN. Research around the different ways to support children with ALN such as, the deployment of a TA within the classroom, has allowed me to understand that teachers should take opportunities to work productively with all partners in learning in order to extend professional effectiveness. Through the process of reflective practice, teachers consistently secure the best outcomes for learners through progressively refined teaching and through measured development of techniques and approaches to improve pedagogic outcomes (Welsh Government, 2019b).
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date: 29/09/20
Time: 8.50am – 9.15am
Year group: 1


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

· Children had just arrived at school.
· Class of 24 children.
· 4th week back in school following Covid-19 school closures and summer holidays. 
· The children did not appear to require instructions, they knew the morning routine - hanging up their coat, placing their lunch box in the crate, putting their reading bag in the box and sanitized their hands. 
· The children seemed to know that the next step upon their arrival was to collect an individual whiteboard and whiteboard pen from the table and to sit on the carpet quietly. 
· Prior to the children’s arrival, the class teacher had displayed some mathematical problems on the interactive whiteboard screen for the children to complete independently on their whiteboards. 
· Children were required to attempt to solve these problems independently before and whilst the class teacher chose 2 Helpwr Heddiws to help her take the register. 
· Prior to the start of the day the class teacher made me aware that there were 4 different ability groups within the class, however, the mathematics problems displayed on the board were for the whole class to attempt. 



	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

· The classroom vibe was very calm.
· Children appeared to be very independent as they knew exactly what to do upon arrival and followed instructions whilst the class teacher welcomed the rest of the class at the main door. 
· The children were able to walk around the classroom without needing to ask permission to collect items such as a whiteboard and whiteboard pen. 
· Despite sitting down on the carpet and beginning the maths problems, some children would sensibly stand and walk to get a tissue if they realised that they had made a mistake on their whiteboard and wanted to erase it. 
· When they were sat on the carpet most children appeared to be trying really hard with the maths problems and were sat quietly. 
· Attitudes and behaviours towards learning seemed very positive at this point in time. 


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

· This was not a lesson, it was an activity for the children to complete upon arrival to school and whilst waiting for all the children to arrive.
· Although there was not a clear objective displayed or discussed, the children knew that it was time to do some maths problems as it was part of their everyday routine and they were clearly displayed on the interactive whiteboard. 


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· No objective or success criteria had been discussed. 
· Although, an objective and/or success criteria may have been discussed previously, as it was clear that upon arrival to school children understood what they needed to do. 
· There was a maths area next to the interactive whiteboard where the maths problems were displayed.
· The area included prompts and aids such as a number line and a 100 number square, which I observed some of the children looking at to help them solve a problem. 


	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

· There was no clear differentiation for this activity.
· There were 4 maths problems displayed for the whole class to complete.
· The problems were posed with words.
· When the teacher arrived back to the class she explained that not all children were literate/able to read the problems.
· She then went through each problem on the board by reading it aloud before taking the register. 
· Each problem had pictures to aid the understanding of the problem for those less literate. 


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

· The teacher did not go through each of the answers upon finishing the register.
· The task appeared to be a warm up task for children to have a go at solving mathematical problems individually and to engage them upon arrival into the class.
· No assessment for learning strategies seemed to be used at this point.
· The mathematical problems were not directly linked to the objectives in the maths lesson which took place later on in the school day. 


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

· Upon completion of the register and the mathematics problems activity, the class teacher gave the children instructions to put the pen lids on ‘making sure they click’ and to put their whiteboards and pen back on the table they found them.
· Some children started to stand to follow instruction, however, the class teacher quickly reminded them that she hadn’t sent them yet, so they sat back down.
· She sent rows 3 and 4 to put them away first, however, some children from rows 1 and 2 began to stand.
· The class teacher used verbal positive reinforcement such as ‘well done to Child B and C (sat in rows 1 and 2) for still sitting on the carpet and for listening to the instructions I’ve given’.
· The children who stood from rows 1 and 2 quickly sat back down upon hearing this. 
· When rows 3 and 4 had sat back down on the carpet, the class teacher then sent rows 1 and 2 to put their whiteboard and pens away.
· It quickly became clear that one child (Child A) was still sat on the carpet with his whiteboard and whiteboard pen, when all children should have now put them away.
· The class teacher became aware of this and said to the children, ‘If you have put your board and pen away, put your hand up.’
· All of the children apart from Child A raised their hand.
· Child A appeared to be oblivious to what was going on.
· The teacher then rephrased and asked ‘Ok, if you haven’t put your board and pen away, put your hand up.’
· Child A still sat there with both hands down and still seemed unaware that the class teacher was in fact referring to him. 
· The expression upon Child A’s face appeared very vacant at this point and he then began moving his one hand and fingers and started staring at them. 
· Another child pointed and said ‘Miss, Child A still has his board.’ 
· The teacher ignored and then raised her voice and looked directly at Child A and said ‘If you have not put your board and pen away stand up!’
· At this point the teacher had Child A’s attention and was making gestures with her hands for him to stand and repeated ‘Sefwch if you have your whiteboard and pen in your hands!’
· With no expression on his face, Child A looked around and suddenly realised that the class teacher was talking to him and he stood, very slowly and walked to put the board on the table.
· He still had the pen in his hand and started to walk back towards the carpet when the Teaching Assistant (TA) said ‘And the pen, Child A!’.
· He then gave the pen to the TA and returned to the carpet.
· The teacher looked at the TA and stated ‘Something is not right there, I think I need to start making some notes’.
· Later on in the school day I observed Child A approaching the class teacher to tell her he was ‘tired again’.
· The class teacher replied ‘Well you’re saying this a lot lately, Child A, are you not getting enough sleep at night?’
· Child A seemed to be unaware of why he may be tired by shrugging his shoulders and walked off.

Background Information about Child A provided through conversation with class teacher:

Upon arrival to school it had become clear that Child A was unsure of where to hang his coat and put his packed lunch box, despite being given clear instructions and being part of the everyday routine. This often resulted in Child A just leaving them on the floor. The classroom teacher also informed me of how Child A’s engagement during lessons had seemed to deteriorate since starting back to school after the Covid-19 closure and summer term and that his attention span now seemed shorter. The classroom teacher had also noticed that Child A seemed to play alone and did not have a particular friend in the class, and that his communication and social interaction skills had recently become more limited.
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
· Date – 29/09/20
· Time – 9.10am
· Year group – 1
· Age of children – 5
· People involved – Child A, class teacher, teaching assistant (TA)

Contextual Information from field notes:

· Class of 24 children – mostly boys.
· Children’s 4th week back in school following Covid-19 closure and the summer holidays.
· Morning activity – maths problems on interactive whiteboard.
· No clear objective – children appeared to know what was expected of them.
· No differentiation – all children to complete same maths problems.
· Classroom vibe was very calm.
· Children appeared very independent.
· Attitudes and behaviours toward learning seemed very positive. (see Observation/Field notes)


	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
What happened?

· Upon completion of the register and the mathematics problems activity, the class teacher gave the children instructions to put the pen lids on ‘making sure they click’ and to put their whiteboards and pen back on the table they found them.
· Some children started to stand to follow instruction, however, the class teacher quickly reminded them that she hadn’t sent them yet, so they sat back down.
· She sent rows 3 and 4 to put them away first, however, some children from rows 1 and 2 began to stand.
· The class teacher used verbal positive reinforcement such as ‘well done to Child B and C (sat in rows 1 and 2) for still sitting on the carpet and for listening to the instructions I’ve given’.
· The children who stood from rows 1 and 2 quickly sat back down upon hearing this. 
· When rows 3 and 4 had sat back down on the carpet, the class teacher then sent rows 1 and 2 to put their whiteboard and pens away.
· It quickly became clear that one child (Child A) was still sat on the carpet with his whiteboard and whiteboard pen, when all children should have now put them away.
· The class teacher became aware of this and said to the children, ‘If you have put your board and pen away, put your hand up.’
· All of the children apart from Child A raised their hand.
· Child A appeared to be oblivious to what was going on.
· The teacher then rephrased and asked ‘Ok, if you haven’t put your board and pen away, put your hand up.’
· Child A still sat there with both hands down and still seemed unaware that the class teacher was in fact referring to him. 
· The expression upon Child A’s face appeared very vacant at this point and he then began moving his one hand and fingers and started staring at them. 
· Another child pointed and said ‘Miss, Child A still has his board.’ 
· The teacher ignored and then raised her voice and looked directly at Child A and said ‘If you have not put your board and pen away stand up!’
· At this point the teacher had Child A’s attention and was making gestures with her hands for him to stand and repeated ‘Sefwch if you have your whiteboard and pen in your hands!’
· With no expression on his face, Child A looked around and suddenly realised that the class teacher was talking to him and he stood, very slowly and walked to put the board on the table.
· He still had the pen in his hand and started to walk back towards the carpet when the Teaching Assistant (TA) said ‘And the pen, Child A!’.
· He then gave the pen to the TA and returned to the carpet. The teacher looked at the TA and stated ‘Something is not right there, I think I need to start making some notes’.
· Later on in the school day I observed Child A approaching the class teacher to tell her he was ‘tired again’.
· The class teacher replied ‘Well you’re saying this a lot lately, Child A, are you not getting enough sleep at night?’
· Child A seemed to be unaware of why he may be tired by shrugging his shoulders and walked off.

Background Information about Child A provided through conversation with class teacher:

Upon arrival to school it had become clear that Child A was unsure of where to hang his coat and put his packed lunch box, despite being given clear instructions and being part of the everyday routine. This often resulted in Child A just leaving them on the floor. The classroom teacher also informed me of how Child A’s engagement during lessons had seemed to deteriorate since starting back to school after the Covid-19 closure and summer term and that his attention span now seemed shorter. The classroom teacher had also noticed that Child A seemed to play alone and did not have a particular friend in the class, and that his communication and social interaction skills had recently become more limited.


What thoughts on pedagogy and practice occurred as a result?:

· It was clear the child had appeared to have issues with concentration and engagement.
· The fact he was staring at his hand and appeared mesmerised by his moving fingers may suggest some Additional Learning Needs (ALN).
· From the class teachers comment, this sort of incident with Child A appeared to be happening rather frequently. 
· If the class teacher were to start making notes regarding these incidents with Child A as she suggested, she could create a bank of evidence to present to the ALN co-ordinator, to discuss possible diagnosis/support for Child A. 
· Research on some engaging strategies/placement of support staff in the classroom could aid and support Child A’s engagement/learning. 
· A possible conversation with guardians/care givers may need to take place if tiredness/concentration issues persist. 
· Monitor health and well-being.
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date: 29/09/20
Time: 9.45am – 10.30am
Year group: 1


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

· 2nd session of the day following Read Write Inc.
· Whole class teaching on the carpet (all 4 ability groups)
· AoLE/subject = Literacy, language and communication.
· Fairly new unit of study.
· Took place indoors.
· Class teacher had stated that they had read this book before (Brian Bears Picnic).
· The book cover was displayed on the interactive whiteboard.
· Children took part in a ‘think, pair, share’ activity to begin the session.
· The teacher was then able to establish children’s previous knowledge of the story through feedback. 
· Teacher read through the story again encouraging children to close their eyes informing them that they do this ‘because your ears can listen better’.
· After this, children opened their eyes, and the class teacher read the story for a second time, engaging the children through actions which matched the text and encouraging them to finish the sentences. 



	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

· The classroom vibe was generally calm.
· Although, there were a few children (all boys) that were becoming increasingly distracted during this session (playing with cushions, fiddling with tables and chairs, making guns with their hands etc.)
· Overall the attitude to learning was positive with most of the children engaged and behaving well. 


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

· From the feedback the children had given after the ‘think, pair, share activity’, it was clear that they understood what they had previously learned. 
· The children were able to recall parts of the story through questioning and were able to help retell the story with the class teacher.
· The focus task was to recall who had said what in the story by drawing a line from a picture of the character to the sentence on a worksheet. 
· The whole class teaching allowed them to do this. 
· No clear objective was set/discussed with children by class teacher.


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· No objectives or success criteria were discussed.
· Although, the class teacher did tell the children that in order to complete the task children had to ‘listen well to the story’.
· The children who were not completing the written matching activity after the story were to undertake an acting task which would give them an opportunity to retell the story and reinforce the correct order of events which would in turn help them with the matching activity in the following days. 


	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

· The two groups that completed the written matching activity both did so with an adult (class teacher and teaching assistant).
· There was no differentiation for this task.
· However, the class teacher informed me that these two groups were of very similar ability.
· The remaining two groups were sorted into pairs or threes and instructed to ‘have a go of acting out the story’.
· This was their only instruction.
· Some children were very unclear of what to do.
· Some had access to props such as a monkey toy, picnic blanket while others were given nothing.


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

· An assessment for learning (AfL) technique was used at the beginning of the lesson.
· The technique used was ‘think, pair, share’.
· Children were instructed to talk to their partner to discuss what happened from one point in the story to another. 
· The children then fed back to the class teacher what they could remember about the story.
· The teacher also asked some questions about the story and encouraged the children to finish the sentences in the story.


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

· At the beginning of the lesson, after being shown the cover of the story ‘Brian Bears Picnic’, the children were instructed to work with their partners on the carpet and discuss what happened from one point in the story to another.
· This was whilst the class teacher went to collect a prop from her bag.
· One child in the back row on the carpet looked around and seemed confused as she did not have a partner.
· Prior to the teacher leaving the class, the majority of children appeared to be on task. 
· However, before she left it was clear one pair of children were not.
· The teacher noticed this prior to leaving and addressed them by saying ‘No Child D, we are not talking about our favourite part of the story now we are discussing what happened, remember?’
· As the class teacher left, levels of engagement seemed to drop.
· Children began discussing different topics which were nothing to do with the story, such as what they were doing after school etc.
· Some children were turning around in circles on their bottom and became very distracted.
· This made me question the effectiveness of a strategy like ‘think, pair, share’, particularly when the class teacher is not present to keep them on task. 
· Also, it allowed me to see that the time given to discuss during ‘think, pair, share’ is vital. 
· It needs to be long enough to access the ideas/thoughts but not too long to become distracted/go off task. 
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
· Date – 29/09/20
· Time – 9.45am
· Year group – 1
· Age of children – 5
· People involved – Children, Class Teacher, Teaching Assistant (TA)

Contextual Information from field notes:

· 2nd session of the school day.
· Whole class teaching on the carpet.
· Literacy, language and communication session.
· Revisiting a book they had previously read (Brian Bears Picnic).
· Teacher able to access and understand children’s previous knowledge through assessment for learning (AfL) strategy ‘think, pair, share’ at start of lesson.
· Teacher read the story once whilst children closed their eyes.
· Then read the story for a second time with children joining in to finish sentences/complete actions matching text.
· Classroom vibe was generally calm.
· Although, there were a few children that were becoming increasingly distracted.
· Overall attitude to learning was positive with most of the children on the carpet engaged and behaving well.


	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
What happened?

· At the beginning of the lesson, after being shown the cover of the story ‘Brian Bears Picnic’, the children were instructed to work with their partners on the carpet and discuss what happened from one point in the story to another.
· This was whilst the class teacher went to collect a prop from her bag.
· One child in the back row on the carpet looked around and seemed confused as she did not have a partner.
· Prior to the teacher leaving the class, the majority of children appeared to be on task. 
· However, before she left it was clear one pair of children were not.
· The teacher noticed this prior to leaving and addressed them by saying ‘No Child D, we are not talking about our favourite part of the story now we are discussing what happened, remember.’
· As the class teacher left, levels of engagement seemed to drop.
· Children began discussing different topics which were nothing to do with the story, such as what they were doing after school etc.
· Some children were turning around in circles on their bottom and became very distracted.


What thoughts on pedagogy and practice occured as a result:

· This made me question the effectiveness of a strategy like ‘think, pair, share’, particularly when the class teacher is not present to keep them on task. 
· Also it allowed me to see that the time given to discuss during ‘think, pair, share’ is vital. 
· It needs to be long enough to access the ideas/thoughts but not too long to become distracted/go off task. 
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date: 29/09/20
Time: 10.45 -11.45
Year group: 1


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

· Outdoor break time finished.
· Class of 24 children back indoors on the carpet.
· 4th week back in school following Covid-19 closures and summer holidays.
· AoLE/subject – Mathematics and numeracy.
· Lesson began with whole class teaching on the carpet.
· Children were then split up into ability groups for differentiated tasks. 
· The class teacher began with a jar of lollipop sticks.
· Each lollipop stick had a different child’s name on it.
· The teacher would pick out a lollipop stick and then ask that chosen child what one more than a specific number was (for e.g. Child E, what is one more than 10?)
· It was clear that the teacher would ask the child a question appropriate to their ability.
· Observation of this activity allowed me to see that some children were whispering the answer to their friends and some children seemed put on the spot and were not sure of the answer. 
· The children then watched a video on the interactive whiteboard about adding one more and seemed really engaged.
· Children were then sent off to work in their different ability groups (4 groups in total).
· 1 group worked with the class teacher.
· Another group worked with the teaching assistant (TA).
· The remaining 2 groups were to work independently.


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

· The classroom vibe during the whole class teaching at the beginning of the lesson seemed calm.
· Children appeared very engaged and to be enjoying the content at this point.
· The children's attitudes towards learning and their behaviour was very positive whilst on the carpet.
· However, when the children were sent off to complete the group tasks, the attitudes and behaviour of most of the children working in groups without a member of staff quickly changed. 
· Some children seemed and voiced that they did not know what to do, or were confused. 
· Some children became distracted very quickly and as a result were then distracting others. 
· Some were completely off task due to the lack of adult support/reinforcement of instructions. 




	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

· The objective of the lesson was for children to recall ‘one more’ of a number.
· Some children were able to do this up to 10, some up to 20 and some higher than 20.
· Some children, however, were struggling to order numbers 1-10.
· Each of the lesson activities related to this objective/purpose.
· There was a mixture of physical/hands on activities and written activities which each group of children were to be involved in by the end of the week. 


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· No particular success criteria was discussed with regards to enabling children to recall ‘one more’ of a number.
· However, during the whole class teaching time on the carpet, if a child was asked to give one more than a number and the answer was incorrect, the teacher would ask the other children who could help the child and tell them what they need to do to get the answer right. (count on)
· In the maths area, which was situated next to the interactive whiteboard there was a number line and a 100 number square.
· However, I did not observe any of the children looking at this to help them with their answers and did not observe the teacher referring to this throughout the duration of the whole class teaching. 


	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

· When the children were sent from the carpet to work in their ability groups there was clear differentiation in each of the set activities.
· The lower ability group were working on the carpet, in partners, with multilink.
· One child in the pair was required to make a tower of a certain number of blocks of their choice between 1 and 10.
· Their partner would then have to count these, make the same tower, add one more block and count to find out what one more than their partners tower was.
· They seemed to really enjoy the physical aspect of this task.
· Two groups were using Numicon to explore the concept of ‘one more’.(one group with teacher, one with TA).
· The group I chose to observe were working independently on a task.
· This involved picking a card from the centre of the table which had a certain number of objects on it (for e.g. 17 spoons).
· They would then have to count the number of objects, write the number into their work books, draw an arrow next to it and work out what ‘one more’ than the number was.


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

· When the group activities came to an end, the class teacher gathered the children back on the carpet.
· She then told them that they were going to play a game of true or false and asked them to stand in a line, in front of her, going down to the back of the classroom.
· She explained to the children that she would write a number on her whiteboard and then tell them what she thought ‘one more’ than this number was.
· If they thought her answer was true or correct they would go and stand on the right side of the classroom and if they thought the answer was false or incorrect they would go and stand on the left side of the classroom.
· The children seemed to really enjoy this game and it was a really engaging and fun way for the class teacher to assess the children’s understanding of the ‘one more’ session objective.


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

· The group I chose to focus my observations on during the maths session were given a task to complete independently in their books.
· The task was explained to them on the carpet and was to be completed at a desk.
· The task involved picking up a card from the centre of the table.
· The children were then required to count the number of objects on the card (for e.g. 17 spoons), then write this number into their workbooks.
· Their next step was then to draw an arrow next to this number and then write what ‘one more’ than this number was. 
· It was clear that when the children sat down to begin this task they were very unclear on what to do.
· As I was undertaking non-participant observations I did not want to step in and remind the children of the instructions until necessary.
· Some children became distracted very quickly and did not seem to care that they did not know what to do.
· They seemed happy to discuss various topics other than maths with other children around the table.
· However, one child seemed to become quite frustrated and upset that he was unsure of what to do with the task.
· I then decided to repeat the instructions to the children once more to see if this would help.
· The children began to pick up the cards and were laughing and talking about the different objects on the cards.
· After hearing the instructions again, one child engaged fully with the task and completed a whole page of work by the end of the session. 
· The rest of the children around the table appeared to be struggling to concentrate and were extremely distracted.
· With my encouragement some children engaged with the task.
· Towards the end of the session the class teacher came over to check the children's progress.
· She then gave the children a number line each to help those who were struggling to find ‘one more’ and to help those who had completed some/all of the work to check their answers. 
· The children suddenly became more settled and gained confidence with the task. 
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
· Date – 29/09/20
· Time – 11.15
· Year group – 1
· Age of children – 5
· People involved – Group of children, class teacher and teaching assistant

Contextual Information from field notes:

· Outdoor break time finished.
· Class of 24 children back indoors on the carpet.
· 4th week back in school following Covid-19 closures and summer holidays.
· AoLE/subject – Mathematics and numeracy.
· Lesson began with whole class teaching on the carpet.
· The teacher would pick out a lollipop stick and then ask that chosen child what one more than a specific number was (for e.g. Child E, what is one more than 10?)
· The children then watched a video on the interactive whiteboard about adding one more and seemed really engaged.
· Children were then sent off to work in their different ability groups (4 groups in total).
· 1 group worked with the class teacher.
· Another group worked with the teaching assistant (TA).
· The remaining 2 groups worked independently.


	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
What happened?

· The group I chose to focus my observations on during the maths session were given a task to complete independently in their books.
· The task was explained to them on the carpet and was to be completed at a desk.
· The task involved picking up a card from the centre of the table.
· The children were then required to count the number of objects on the card (for e.g. 17 spoons), then write this number into their workbooks.
· Their next step was then to draw an arrow next to this number and then write what ‘one more’ than this number was. 
· It was clear that when the children sat down to begin this task they were very unclear on what to do.
· As I was undertaking non-participant observations I did not want to step in and remind the children of the instructions until necessary.
· Some children became distracted very quickly and did not seem to care that they did not know what to do.
· They seemed happy to discuss various topics other than maths with other children around the table.
· However, one child seemed to become quite frustrated and upset that he was unsure of what to do with the task.
· I then decided to repeat the instructions to the children once more to see if this would help.
· The children began to pick up the cards and were laughing and talking about the different objects on the cards.
· After hearing the instructions again, one child engaged fully with the task and completed a whole page of work by the end of the session. 
· The rest of the children around the table appeared to be struggling to concentrate and were extremely distracted.
· With my encouragement some children engaged with the task.
· Towards the end of the session the class teacher came over to check the children's progress.
· She then gave the children a number line each to help those who were struggling to find ‘one more’ and to help those who had completed some/all of the work to check their answers. 
· The children suddenly became more settled and gained confidence with the task. 

What thoughts on pedagogy and practice occurred as a result?:

· Assessment for learning (AfL) strategies could be used on the carpet to gage children’s understanding of the topic/task before sending them off to group activities (such as thumbs up or down).
· The lack of adult presence during a task can be detrimental to children’s motivation, attention and learning.
· The importance of scaffolding to children’s learning.
· The children were given a simple number line which immediately seemed to calm them and in turn supported them in solving the maths problems they were initially struggling with. 
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date: 29/09/20 
Time: 9.45am – 10.30am
Year group:1


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

· 2nd session of the day following Read Write Inc.
· Whole class teaching on the carpet (all 4 ability groups)
· AoLE/subject = Literacy, language and communication.
· Fairly new unit of study.
· Took place indoors.
· Class teacher had stated that they had read this book before (Brian Bears Picnic).
· The book cover was displayed on the interactive whiteboard.
· Children took part in a ‘think, pair, share’ activity to begin the session.
· The teacher was then able to establish children’s previous knowledge of the story through feedback. 
· Teacher read through the story again encouraging children to close their eyes informing them that they do this ‘because your ears can listen better’.
· After this, children opened their eyes, and the class teacher read the story for a second time, engaging the children through actions which matched the text and encouraging them to finish the sentences. 


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
 
· The classroom vibe was generally calm.
· Although, there were a few children (all boys) that were becoming increasingly distracted during this session (playing with cushions, fiddling with tables and chairs, making guns with their hands etc.)
· Overall the attitude to learning was positive with most of the children engaged and behaving well. 


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

· From the feedback the children had given after the ‘think, pair, share activity’, it was clear that they understood what they had previously learned. 
· The children were able to recall parts of the story through questioning and were able to help retell the story with the class teacher.
· The focus task was to recall who had said what in the story by drawing a line from a picture of the character to the sentence on a worksheet. 
· The whole class teaching allowed them to do this. 
· No clear objective was set/discussed with children by class teacher.


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

· No objectives or success criteria were discussed.
· Although, the class teacher did tell the children that in order to complete the task children had to ‘listen well to the story’.
· The children who were not completing the written matching activity after the story were to undertake an acting task which would give them an opportunity to retell the story and reinforce the correct order of events which would in turn help them with the matching activity in the following days. 


	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

· The two groups that completed the written matching activity both did so with an adult (class teacher and teaching assistant).
· There was no differentiation for this task.
· However, the class teacher informed me that these two groups were of very similar ability.
· The remaining two groups were sorted into pairs or threes and instructed to ‘have a go of acting out the story’.
· This was their only instruction.
· Some children were very unclear of what to do.
· Some had access to props such as a monkey toy, picnic blanket while others were given nothing.


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

· An assessment for learning (AfL) technique was used at the beginning of the lesson.
· The technique used was ‘think, pair, share’.
· Children were instructed to talk to their partner to discuss what happened from one point in the story to another. 
· The children then fed back to the class teacher what they could remember about the story.
· The teacher also asked some questions about the story and encouraged the children to finish the sentences in the story.


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

· During the whole class teaching at the beginning of the lesson, one child (Child F) was returning to the carpet after going to the toilet.
· Child F walked back into the classroom in a silly manner and then decided to jump up on the spot before sitting back down on the carpet. 
· The classroom teacher noticed this immediately as Child F was sat in the front row, directly in front of her.  
· She made a loud gasp and starred at Child F with a shocked expression on her face.
· She then reminded Child F of the rules by stating ‘That’s not our rule! Our school rule is to walk sensibly!’
· The classroom teacher then instructed Child F to stand, go back to the classroom door and try walking back to the carpet, ‘sensibly this time’. 
· Child F, followed the instructions, doing exactly as he was told.
· As Child F returned, the class teacher praised some of the other children who were sat sensibly on the carpet with statements such as ‘Child E, you look ready to learn, da iawn!’
· Soon after his behaviour was corrected and other children on the carpet were praised for sensible sitting, Child F’s attitude seemed to change.
· Child F appeared really engaged in the whole class reading on the carpet, following the story and giving excellent answers when prompted. 
· Child F remembered a specific detail about the strawberries in the story and received lots of praise from the class teacher for this.
· The class teacher also commended Child F on his good listening and it was clear he was very proud of this as he looked at his friend next to him and gave a big smile.
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
· Date – 29/09/20
· Time – 9.55am
· Year group – 1
· Age of children – 5
· People involved – Child F and class teacher

Contextual Information from field notes:

· 2nd session of the school day.
· Whole class teaching on the carpet.
· Literacy, language and communication session.
· Revisiting a book they had previously read (Brian Bears Picnic).
· Teacher able to access and understand children’s previous knowledge through assessment for learning (AfL) strategy ‘think, pair, share’ at start of lesson.
· Teacher read the story once whilst children closed their eyes.
· Then read the story for a second time with children joining in to finish sentences/complete actions matching text.
· Classroom vibe was generally calm.
· Although, there were a few children that were becoming increasingly distracted.
· Overall attitude to learning was positive with most of the children on the carpet engaged and behaving well.


	What happened? A detailed dsecription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
What happened?

· During the whole class teaching at the beginning of the lesson, one child (Child F) was returning to the carpet after going to the toilet.
· Child F walked back into the classroom in a silly manner and then decided to jump up on the spot before sitting back down on the carpet. 
· The classroom teacher noticed this immediately as Child F was sat in the front row, directly in front of her.  
· She made a loud gasp and starred at Child F with a shocked expression on her face.
· She then reminded Child F of the rules by stating ‘That’s not our rule! Our school rule is to walk sensibly!’
· The classroom teacher then instructed Child F to stand, go back to the classroom door and try walking back to the carpet, ‘sensibly this time’. 
· Child F, followed the instructions, doing exactly as he was told.
· As Child F returned, the class teacher praised some of the other children who were sat sensibly on the carpet with statements such as ‘Child E, you look ready to learn, da iawn!’
· Soon after his behaviour was corrected and other children on the carpet were praised for sensible sitting, Child F’s attitude seemed to change.
· Child F appeared really engaged in the whole class reading on the carpet, following the story and giving excellent answers when prompted. 
· Child F remembered a specific detail about the strawberries in the story and received lots of praise from the class teacher for this.
· The class teacher also commended Child F on his good listening and it was clear he was very proud of this as he looked at his friend next to him and gave a big smile.

What thoughts on pedagogy and practice occurred as a result?:

· The importance of correcting unwanted behaviour.
· The importance of referring to and reinforcing school rules when doing this.
· From my observations, the use of positive reinforcement to commend exemplary behaviour in the classroom is paramount to deterring unwanted behaviours. 
· Commending and recognising when a pupil has given an excellent answer appears to boost motivation and allows children to feel self-worth and appreciated.
· Praise in front of the whole class gives children something to be proud of. 
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